CHAPTER 11

REVIEW OF LITERATURE

The review of related literature wiil be discussed &tlﬂee
headings: (1) theoretical background of task-bas%ming, 2)

listening and speaking skills and (3) related research on task-based

o X
N

2.1 Theoretical Background of Ta ased Learning

2.1.1 Definitions of Task

Many educators have defingd the)term task-based iearning. Long
(1985) gives a non-lingui%ﬁnition that “ task means the hundred
and one things people dam ryday life, at work, at play, and in
between” (p.89). lﬂ'&ds, Platt and Weber (1985) talk about task as
an activity or acti ich is carried out as the result of
understandin%%?gij A task usually requires the teacher to
specify what will be considered as successful completion of the task.

According to Prabhu (1987), “task is an activity, which requires

learners to arrive at an cutcome from given information through
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some process of thought, and which allows learners to control and
regulate that process” (p.24). Breen (1987) also states that:

a task 1s any structured language learning endeavour which has a
particular objective, appropriate content, a specified working
procedure, and a range of outcomes for those who undertake the
task. ‘Task’ is therefore assumed to refer to a range of workplans,

which have the overall purpose of facilitating langu, ing-
from, the simple and brief exercise type, to more plex and
lengthy activities such as group problem-solvinglorSimulations

and decision-making. (p.23)

Candlin (1987) declares that: %

a task is one of a set of differentiated, sequetiegable, problem-
posing activities involving learners an%rs in some joint
1ve

selection from a range of varied co d communicative
procedures applied to existing and owledge in the
collective exploration and pursu of foreseen or emergent
goals within a social milieu. (p. a&

Nunan (1988) indicates that “atask is a piece of classroom work

which involves learners in %rlehending, manipulating, producing

and interacting in the t age while their attention is

principally focused 2n Ee ng rather than form™ (p.10). Willis

(1996) also propo%;flmt:
ataskis a oriénted activity in which learners use language to

achieve are tcome. In other words learners use whatever
target language resources they have in order to solve a problem,
do a puzzle, play a game or share and compare experiences. (p.53)



The above definitions indicate a common characteristic. They
suggest that tasks are concerned with communicative language use.
In other words, the learners comprehend, produce and interact in the

target language in contexts in which they are focus on meaning rather

than form. A
2.1.2 Task Components %\

According to Nunan (1988, p. 48), a task @of 5

components, which are: goals, inputs, acti , teacher and learner

roles, and settings. These components A relationship as shown

in the following figure from Nunan: \

Figure 1: A framework for Analysi mmunicative Tasks (Nunan,

1988, p.48)

-

InputsP, Tasks 4«—— Leamerrole

Activities Settings

Goals f Q Teacher role
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In order to design a TBL syllabus that holds the goal of language
teaching for development of communicative skills of the learners, the
syllabus designer should be concerned with the task components

mentioned above. These components will be analyzed in detail as

follows: A
2.1.2.1 Goals %\’

Goals provide a point of contact between % and the broader
curriculum. Goals may be related to a ra@eneral outcomes or
may directly describe teacher or learn viour (Nunan, 1989).

Clark (1987) explains communicative'goals as three goal areas.

First, tasks can establish
relationships, and thro this)exchange information, ideas,
opinions, attitudes and feelings, and get things done.

Secondly, tasks can %C acquiring information from more

mtain interpersonal

or less public sources e target language (e.g. books,
magazines, news rochures, documents, signs, notices,

films, television, ete{) and using this information in some way.
Finally, tasks icg include listening to, reading, enjoying and

responding té credtive and imaginative uses of the target
language { ies, poems, songs, rhymes, drama) and, for
certain learan, icre:ating them themselves. (as cited in Nunan,
1989,

To conclude Sgoals define the direction of the task. At the same

time goals provide the roles and the relationship of learners and

teachers.
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2.1.2.2 Input

The language input is a significant component because it helps the
learners learn and makes the cognitive process of the learners
systematically continuous and precise. Hover (1986) suggests a wide

range of sources as input for communicative task such S

newspaper extracts, picture stories, business cards,&&'@chures,
etc (as cited in Nunan, 1989). %

Brosnan, Brown and Hood (1984) discuss q%'lications for the
use of these real-world materials with TBLANFIrst, the language is

natural by simplifying language or alteAfor teaching purposes.

Next, it offers students the chance t ith small amounts of print

which, contain complete and medningful messages. Furthermore, it
provides students with the opportufiity to make use of non-linguistic

clues to easily get meaning. Fipally, adults need to be able to see the

immediate relevance of whz they do in the classroom to what they

need to do outside if to make a connection obvious.

To sum up, the I;quage input helps the leamners learn properly

and systematicallymyIt will be great if the learners can learn from the

real-world materials.
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2.1.2.3 Activities

Activities specify what learners will actually do with the input,
which forms the point of departure for the learning task. Prabhu
(1987) suggests three principal activity types: information gap,
reasoning gap and opinion gap. A

Clark (1987) also proposes seven broad communiéaggactivity
types. Learners should (1) solve problems throu@
interaction with others, (2) establish and mat tionships and
discuss topics of interest through the exch% information, ideas,
opinions, attitudes, feelings, experienc lans, (3) search for

specific information for some given e, process it, and use it in

some way, (4) listen to or read 1 ion, process it, and use it in
some way, (5) give information in"$spoken or written form on the

basis of personal expeﬁen&listen to, read or view a story, poem,

feature etc. and perhaj re%ond to it personally in some way and (7)

create an imaginative tex

Pattison (1987) offers seven activity types. These are (1)
questions and anSwers, (2) dialogues and role-plays, (3) matching
activities, (4) communication strategies, (5) pictures and picture

stories, (6) puzzles and problems, and (7) discussions and decisions.
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In conclusion, the activity is what the learners do with the input
given using their experiences to accomplish the work through the

thinking process while having interaction with others.

2.1.2.4 Teacher and learner roles A

‘Role’ refers to the part that learners and teache% pected to

play in carrying out learning tasks as well as the $6¢1a) and

interpersonal relationships between the partj %Nunan, 1989).

(a) Teacher roles

~
Richards and Rogers (1986) s at the learners’ roles are
closely related to the functionsgand status of the teacher. They point
out that some methods are ly teacher dependent, while others
view the teacher as a cat %nsultant or guide. They state that
teacher roles are relate Kollowmg issues: the types of
functions teachers are expected to fulfil; the degree of control the
t’aming takes place; the degree to which the

teacher has ox@
teacher is responsible for content; and the interactional patterns that

develop between teachers and learners (as cited in Nunan, 1989).



17

According to Breen and Candlin (1980), “the teacher has three
main roles in the communicative classroom. The first is to act as
facilitator of the communicative process, the second is to act as a

participant, and the third is to act as an observer and learner” (as cited

in Nunan, 1989, p.87). A

To conclude, some methods are totally teacher di&while n

the communicative classroom the teacher acts as %mbr,
consultant or advisor, participant and observe%

(b)Learner roles

Richards and Rogers (1986) alsode trate the wide vanety of

learner roles, which are possible 1 nguage class as follows:

(1) the learner is the passive ent of outside stimuli; (2) the

learner is an interactor egotiator who is capable of giving as
well as taking; (3) the l€asnéer is a listener and performer who has
n

little control over the content of learning; (4) the learner is
involved in a process%sonal growth; (5) the learner is
involved in a social\activity, and the social and interpersonal roles
of the learner ¢ divorced from psychological learning
processes; (6) and learners must take responsibility for their own
learning, devel autonomy and skills in learning how to learn

(as cited inqm 1989, p.80).

In conclusion, the learners also take various roles such as

interactor, negogiator, listener and performer. In particular, they
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need to take responsibility for their own learning becoming

autonomous.

2.1.2.5 Settings
“Settings refers to the classroom arrangements specﬁ%
implied in the task, and it also requires consideration(&ether the

task is to be carried out wholly or partly outside Xroom.”

(Nunan, 1989, p.91). Nunan (1985) distinguz een two
different aspects of the learning situation. @
He refers to these as mode and envi nt. Learning mode

refers to whether the learner is opggating on an individual or group
basis. Environment, which is cldsely‘gonnected with mode, refers
to where the learning actually ce. It mightbe a
conventional classroom in a € center, a community class,
an industrial or occupational setting, a self-assessing learning
center and so on (as cited in n, 1989, p.92-93).

In summary, settings places where the learning takes place.

The settings need to bé\arranged related to the topics or the subjects

that the learners l%torleam.
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Willis (1998, p.1-2) describes a learning and teaching process of

TBL that consists of 3 phases, pre-task, task cycle and language

focus, as shown below.

Table 1: Task-Based Learning Framework (Willis,

Pre —Task Phase

1-2)

Introduction to topic and tas

Teacher explores the topic with the class, highligh
phrases, and helps learners understand task inst
Learners may hear a recording of others doing A simil

€

nd prepare.
task, or read part of a

&

words and

text as a lead in to a task. A
Task Cch :

Task
Students do the task, in pairs
or small groups. Teacher
monitors from a distance,
encouraging all attempts at
communication, not

ing
€ to report
ass (orally

correcting. Since this situation
has a “private” feel, students
feel free to experiment.
Mistakes don’t matter.

A

eport stage is public,
dents will naturally

to be accurate, so the
cher stands by to give
language advice.

Report
Some groups present
their reports to the
class, or exchange
written reports, and
compare results.
Teacher acts as a
chairperson, and
then comments on
the content of the
reports.

=~

Language Focus

Practice

An
Students examine and %en discuss
specific feature he text or transcript

of the recording.

words, phrases and patterns in vocabulary

books.

can enter new

Teacher conducts practice of new
words, phrases and patterns occurring
in the data, either during or after the
analysis.
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This framework from Willis (1998) outlines a process by which
the learners can do a task systematically and have a goal-oriented

activity with a clear purpose. Learners get exposure at the pre-task

stage, and a chance to recall things they know. The task cgcle gives

them speaking and writing exposure with opportunities
2.1.4 Selecting a Good Task ,%

Candlin (1987, p.9-10) offers the follo%teria for judging the

worth of tasks. Good tasks should:
\&e and negotiation.

, draw objectives from the

to learn from each other.

1. promote attention to meaning;
2. encourage attention to relev;
communicative needs of 1
3. allow for flexible appro
routes, media, modes of p
4. allow for different so
strategies drawn on
contributions, atti

5. be challenging but nut threatening, promote risk-taking, and
require input from all learners in terms of knowledge, skills

ersy
es t¢ the tasks, offering different

and participation.

6. define a pr be worked through by learners, centered
on the learne t guided by the teacher.

7. involve age use in the solving of the task.

3. allow for aluation by the learner and teacher of the task

on the performance of the task.
9. develop the learners’ capacities to estimate consequences and
repercussions of the task n question.



10.provide opportunities for metacommunication and
metacognition (1.e. provide opportunities for learners to talk
about communication and about leaming).

11.provide opportunities for language practice.

12 .promote learner —training for problem-sensing and problem-
solving (i.e. identifying and solving problems).

13.promote sharing of information and expertise.

14 provide monitoring and feedback of the leaner and4f the task
15.heighten learners” consciousness of the process courage

reflection (1.e. sensitize learners to the learning frocesses in
which they are participating). &

16.promote a critical awareness about data andﬁggro esses of
language learning.

17 .ensure cost-effectiveness and a high return®n igvestment (i.e.
the effort to master given aspects of th ge should be

functionally useful, either for communicating beyond the
classroom, or in terms of the cognit@affective

development of the learner). :
et

iculum development should

2.1.5 Development of TBL cur

Richards (1984) suggests TB
consist of 4 steps. (1) survey nee ) develop the objectives to

meet the identified needs, &ect the learning and teaching

activities and learning Sxp%’ences which will be necessary to

achieve the purpos assess.
Long (1985) oWe following procedure for developing a task-
based syllabus:%onduct a needs analysis to obtain an inventory of

target tasks, (2) classify the target tasks into task types, (3) from the
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task types, derive pedagogical tasks and (4) select and sequence the
pedagogical tasks to form a task syllabus.

Following the theories of both Richard and Long on the
development of language learning and teaching curriculum, the needs
analysis should assess the learning expectations and e level
of the learners. Theories of language curriculum de(&ent for

TBL stress that setting learning and teaching obj%s 1s only

2.1.6 Advantages of TBL curricuA

possible in the context of learners’ needs.

Nunan (1989) proposes that tas ar to be particularly good at
training learners to use the L2 to actomplish tasks, and we can
assume that this will prepargshem well for accomplishing some tasks
in the world outside the %@m. Task-based learning may be very
effective within an E X:ch in which a major aim is to train
learners to perform specific ‘real-world’ tasks. Tasks could also
form part of a mnglish approach if one is able to identify
target tasks, &ne would like the learners to be able to perform

in the world outside the classroom (as cited in Seedhouse, 1999).
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According to Rooney (2000), among the other advantages of
using a task-based approach to language teaching is that it allows for
a needs analysis, thus allowing course content to be matched to

identified student needs. In addition, it is supported by a large body

of empirical evidence, thus allowing decisions regarduAn

' jals
design and methodology to be based on the research@gs of

classroom-centered language learning. (This dis@\ses it from
other syllabus types and methods, which hav%mpirical
support). Furthermore, it allows evaluatio% ased primarily on
task-based criterion-referenced testing ents can now be

evaluated on their ability to perfo ta

according to a certain
criterion rather than on their abi ccessfully complete a

discrete-point test. Finally, it at for form-focused instruction

that 1s, a grammar or struc&cused instruction.

Krashen (1976) de crih?s a naturalistic L2 as the acquired system
A;,:

that consists of the cious knowledge of the L2 grammar. He

also describes theWcted L2 as the learned system and conscious

knowledge o&ammatical rules. There 1s now considerable

evidence, particularly from research studies comparing naturalistic
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L2 learners to instructed 1.2 learners, that form-focused instruction
within a communicative context can be beneficial.
TBL instruction does not ignore form-focused instruction as it is

used in the pre-task stage and language focus stage of TBL process.

In this study, the learners experience both the naturalisti learning
and the instructed L2 learning. &
According to the strong points mentioned ab promotes

learners’ use of 1.2 through performing tasks be beneficial

not only in the classroom but also outside%world settings. The
tasks assigned are according to the leag&meds and the learners
can be evaluated on their overall abi Nomplete tasks by peer and

instructor evaluations using the éstablished criteria, not only by

2.2 Listening and Spia@kﬂls

discrete written tests.

2.2.1 Definitio ening and speaking skills

2.2.1.1 Lisw skills
Listening &activity of paying attention to and trying to get

meaning from something we hear. To listen successfully to spoken

language, we need to be able to work out what the speakers mean



when they use particular words in particular ways on particular
occasions, and not simply to understand the words themselves
(Underwood, 1993).

Similarly, Rivers (1980) gives the meaning of listening to a

foreign language as the creative skills in understanding ds he
hears. The listener will bring in the statements he ha@

mmcluding intonation and stress to interpret the m%@,

In addition, Bacon (1989) states that listen@e combination

of knowledge of sound system, vocabulary, , and

understanding the relationship of the st t to previous

experiences of the listener. \

So, listening skill refers to the fpro of receiving a message in
terms of the knowledge of sound, %e¢abularies, structures and the

experiences of the listeners’%erstand the meaning of the
2.2.1.2 Speakilws
Speaking is&xpressing of ideas; understanding and feeling

understood by others. Many people have defined the term speaking.

speakers.

According to Valette and Disick (1972) “speaking means expressing
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oneself intelligibly and making his ideas and desires known to
others” (p.153).

Auksaranukraw (1989) states that speaking ability means the
ability of producing language and the process of conveying meaning,.
The speakers express their ideas and their feelings as a age code
or verbal language understood by others. Besides tl‘&; of words
and the intonation of the statement, the speakers their goals

1n speaking through what they want to say, w@m they speak,

where they speak, how they speak and so gn. reover, the speaker

needs to speak fluently and accuratelyA

' '}w speaking skill is a two-

sage skills of the listeners

Byrne (1987) also proposes the

way process related to the receiy
and the producing message skil e speakers. The speakers will

be encoders expressing thé%ds while the listeners will be

decoders, using their So dge of the language system such as the

stress and intonatio sentences, including understanding any

accompanying gew
Thus, speﬁ&kill is the expression by means of speaking in
order to communicate correctly the needs of a speaker. In order for

speaking to be effective and successful, the speaker must be
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concerned with pronunciation, selecting the correct expressions to
use with language functions, which are appropriate in the social
milieu and, the appropriate use of gestures.

To conclude, listening and speaking refer to oral communication
between people. Each person has their purpose and co their

meaning. Listening and speaking skills cannot be s from one

another. When teaching listening and speaking @

communication, the speaker and listener neell English

abilities such as vocabulary, language sn’u@nterpretation,

guessing what the speaker will say in ¢ and understanding
the implicit meaning of the stateme %he speaker did not say
directly.

Listening and speaking skills two-way process of
communication. They go &er and cannot be separated from one

another. This study w:'ll §b-<us on both listening and speaking skills

aimed at improving ening and speaking skills of hotel service
personnel. The leamers will be able to talk about their own job to
others in orde& able to have two-way communication with

foreign guests.
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2.2.2 Levels of listening and speaking abilities
Considering the listening and speaking skills, Valette and Disick
(1972) divide the levels of listening and speaking abilities into 5

levels as follows:

First, at the mechanical stage, the students perceive %cnces
between their native language and the foreign langxelh ey can

discriminate among two or more foreign langua% ces based

on the sounds they hear but not necessarily u; d the meaning.

At the same time they can imitate the natf@els of foreign

language. They reproduce native pro n, rhythm, stress,

mble of correctly reading

ithout understanding precisely.

juncture, elision and liaison. They

aloud material they have memo

Secondly, at the knowledge stag€, the students understand the
meaning of words and senteg/they have been taught. They can

carry out familiar ccm%: match utterances with appropriate

pictures, and select an English equivalent of a sentence they hear.
Besides this, the stuqents can answer familiar questions according to
what they have béen taught. They can pronounce appropriate

grammatical forms in familiar contexts. They can read aloud familiar
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material with accuracy. At this stage, understanding of the material
1s needed to produce the information requested.

At the third stage, transfer, the students understand recombination
of the structure and vocabulary they have been taught. They can

answer true-false questions, select appropriate completj

statements or answers to questions, and comprehend&ges

consisting of several sentences. At the same tim@dents can

vary their responses according to instructions pply their

knowledge of grammar to the creation of %mﬂces.
Fourthly, at the communication sta students understand

instructions and explanations given in th&foreign language. The

students can understand the gen ing of passages containing

unfamiliar vocabulary items. At ighest development of this
behaviour, the students caﬁ%stand with ease rapid native speech
heard in plays or films S n radio or TV programs. Besides, the

students can expres lves intelligibly and can make their ideas

and desires known ers. At the lower end of this stage, the
students’ spee&y be quite halting but is nevertheless
comprehensible. At the upper end of this stage, the students may be

bilingual. Fluency, comprehensibility, ease of expression, and

1022
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effectiveness of communication are more important evaluation
criteria than strict grammatical accuracy.

At the last stage, criticism, the students can analyze the manner in
which a message has been expressed. They can distinguish between

various standards of language and perceive geographi ns or

social classes represented in speech. In addition, f&‘%«
0

comprehend implicit as well as explicit meaning%

At the same time the students can express th@ through the

at they hear.

manner in which they express them. The capable of using style,
tone, and choice of language appropri e subject of their

discourse and to the people they are*addr8ssing.

2.2.3 Listening and speaking asSeSsment

To assess listening and&ing abihities, the authentic

assessment will be conducted. Phuwipadawat (2001) states that
A;w

authentic assessment 1 ay of assessing the behavior and the
needed skills of l%{ in real world situations and it is a way of

assessing perfgvce, process and products. To meet the needs of

each learner, authentic assessment provides a chance for them to

participate in assessing and organizing the learning process by
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themselves. Thus, this kind of assessment will help develop
continuous learning. Authentic assessment may be done by
observation, note taking and portfolio.

Wiggins (1989) distributes the characteristics of authentic

assessment into 4 features as follows: A
First is the performance in the field. The activi&ékh*/ must be
1

related to real settings, challenges complex think%

meta-cognition skills and concerns the differ@people in the

aspects of learning styles, aptitudes and i s of the learners in

§ Or uses

order to use these in developing their lﬂt&g and speaking abilities.

Secondly, the criteria used must sséntial to the performance

but should not be too specific to in case. The criteria must be

disclosed and accepted in the rea 1d of the learners and the

others. The criteria are the&; for learning, teaching and

assessment that reflect Slme goal and studying process. As a

result, the teacher t role of coach and the learners take the
role of performerst—evaluators.

Thirdly, se&ssment aims to help the learners develop their
self-assessment ability by comparing themselves with the public

standard to improve and change their work direction and to initiate an
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assessment of their own progress in various aspects. Thus self-
assessment is a self-directed process that results from the motivation.
Making the improvement process better, clearer and more
appropriate is the core of authentic assessment. Besides this, self-
assessment provides a chance for the beginner leamerxkgveive
and receive the complement of self-development. &

Finally, presentation makes learning deeper s@ learners

express their feelings about what they know esenting them

for others to understand. This ensures th l ers have learned

N4 characteristics,

ce in the field, criteria, self-

these topics.

In this study, the assessment cons
following Wiggins, which are p
assessment and presentation. ThisStudy assesses the performance in
the field of the learners; that ey are asked to do tasks related to

their daily work in thejgoté-( TThey have to use integrated skills or

meta-cognition skills in cfeating their own tasks. Moreover, tasks
available for them@epared according to their individual needs.
In addition, the cfitgria used for assessing their performances will let
the learners know at the beginning of the class where they need to

improve. Then they have a chance to correct their own mistakes in
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the language focus stage. Finally, by giving presentations on their
tasks they will learn what they know.

Furthermore, Ninkaew (2000) states that observation is a way of
assessing the language learners’ performance. Ninkaew describes
two kinds of observation. First, participant observationéi thod
of the observation in which the observer participates(in‘the place,

situation or the activity in order to collect data. %ﬁ tural way of

observation, the learners will not know that tobserved.
Second, non-participant observation is a w@cﬁ)of observation in
which the observer does not participateti place, situation or the

activity in order to collect data. The‘abs&ver is a stranger. The

learners know that they are bein

In this study, the researcher u articipant observation in

assessing the learners’ pe\‘&we in a role-play focusing on their
English listening and e§;<ng abilities. During data collection the

observer participat place, situation or the activity. The

researcher and theWrs themselves will be observers as they use

the classroom&vation form.

Besides this, the researcher and the external observers use

observation in assessing the effectiveness of the lessons. Then, at the
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end of the course the researcher interviews the learners as a direct
assessment of the improvement in their listening and speaking
abilities after they have been taught through TBL activities and also
to assess the effectiveness of the lessons.

Heaton (1988, p. 100) offers a rubric for listening ing
assessment, which consists of 3 criteria: accuracy, ﬂ&and

comprehensibility as follows in Table 2 below: %\

%
N

s
N
N
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Table 2: Criteria for Listening and Speaking Assessment

(Heaton,1988, p.100)

Accuracy Fluency Comprehensibility
6 Pronunciation is only very slightly influenced by the Easy for the listener to
slightly influenced by the effort with a fairly wide range of | understand the speaker’s
mother-tongue. Two or three expression. Searches for words intention and general meaning.
minor grammatical and lexical occasionally but only one or two | Very few intermuptions or
£ITOTS. unnatural pauses. clanﬁcatlons mred.
5 Pronunciation is slightly Has to make an effort at times to
influenced by the mother-tongue. | search for words. Nevertheless
A few minor grammatical and smooth delivery on the whole
lexical errors but most utterances | and only a few unnatural pauses.
are correct. ification .
4. Pronunciation is still Although he has to make an M S’Nﬁe speaker says is
moderately influenced by the effort and search for words, . His intention 1

mother-tongue but no sericus
rhonological errors. A few
grammatical and lexical errors

there are not t00 many unnatural
pauses. Fairly smooth delivery
mostly. Occasionally

but several
ions are necessary to
to convey the message

but only one or two major fragmentary but succeeds 1 mn seek clarification

errors causing confusion. conveying the general m

Fair range of expression.

3 Pronunciation is influenced by | Has to make an effort for e listener can understand a lot
the mother-tongue but only a of the time. Often has to of what is said, but he must
few serious phonological for the desired meanin, constantly seek clarification.
errors. Several grammatical halting delivery and Cannot understand many of the
and lexical errors, some of Range of expressiol limited | speaker’s more complex or
which cause confusion. ‘ longer sentences.

2 Pronunciation is seriously Long pauses whilé h searches Only small bits (usually short
influenced by the mother- for the desired meaning? sentences and phrases) can be
tongue with errors causing a Frequently fragmé and understood - and then with
breakdown in communication. halting delivery~Almost gives up | considerable effort by someone
Many “basic” grammatical and making the effort attimes. who is used to listening to the
lexical errors. Limited ringe.of expression speakers.

1. Serious pronunciation errors Full of long an (Mitaturs Hardly anything of what is said
as well as many “basic” pause; halting and can be understood. Even when
grammatical end lexical errors. delwery At times the listener makes a great effort
No evidence of having g the effort. Very | or interrupts, the speaker is
mastered any of the language ted range of expression, unable to clarify anything he
skills and areas practiced in seems to have said,

the course.

Adapting this
researcher set a

fotlows:

bric offered by Heaton,

i this study the

ic for assessing listening and speaking abilities as
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Table: 3 Rubric for Assessing Listening and Speaking Abilities

Level of points Accuracy

5 Very few grammatical and lexical errors. Most pronunciation
is correct.

4 Some grammatical and lexical errors exist. Very few
pronunciation errors appear. ,

3 A moderate amount of grammatical and lexigal errors. A few
pronunciations errors.

2 Many grammatical, lexical and pronungfation errors.

1 Serious grammatical and lexical errorg. nunciation is
hardly correct.

Level of points

)

Generally, speaks smoothly, %uses in searching for
)

5
appropriate words.

4 Speaks rather smooth mdst o time, although has some
pauses in searching for a priate words and expressions.

3 Sometimes speaks rather ngly. Frequently hesitates with
long pauses while ing for the appropriate words and
expressions.

2 Frequently spea ingly. Very long pauses while

searching for riate words and expressions.

Very haltingand fragmentary delivery and can hardly
communicate annot find appropriate words or

expressioq

ey

Level of points

A X Comprehensibility

5 eneral meaning is clear and understandable. The listener
ask for clarifications.
4 General meaning is mostly understandable, although

Wimes the listener asks for clarifications.

2

eaning is understandable a little. Frequently the listener has
to ask for clarifications.

3 K@aning is fairly clear. But sometimes the listener still asks
%r clarifications.

1

It cannot be understood. The listener has to ask for
clarifications nearly every time.
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2.3 Related research on task-based learning

There are several studies on TBL done by both Thai and foreign
researchers. The following studies were chosen to discuss because
they are relevant to this research.

Nobuyoshi and Ellis (1993) studied focused communication tasks
and second language acquisition. A small-scale stuMded some
evidence to suggest that pushing learners to proc% e accurate
output, by the teacher making requests for cl@;ﬁp’ n, contributed
to acquisition. It also demonstrated how t@ t be achieved by
using focused communication tasks as f classroom pedagogy.

Wattanamara (1996) studied the proach in teaching

English for communication to at military students in their

second year at the air force mily cademy. The sample groups

were taught through TBL,%mers worked 1n small groups and in

pairs but a control grosqught according to the normal teaching

methods doing indi ork. The findings revealed that using
English ability for unication in integrated skills and separated
skills such as@ng, speaking, reading and writing for learners

taught through TBL was better than the control group.
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Foster (1999) showed that giving learners time to plan before they
began a task significantly increased the complexity, accuracy, and
fluency of the language they used, and that these effected increase in
relation to the cognitive difficulty of the task.

Ahmed (1996) studied the applications of the task-b approach

to designing a syllabus for an oral communication s&urse in an

academic setting. It discussed the goals of the co% ithin the
relevant institutional contexts, outlined the pri les of the task-
based design, described and classified the ‘& provided a
descriptive account of the organization @quencing of the tasks in

the course schedule. It argued that pproach had much

potential in second language ¢ development.

Deeprom (1997) developed t sed activities for business
English 1 for thirty-nine stt% at the vocational level. The study

found that all activities w%ﬁective. After utilizing the 16 task-
based activities, the f those thirty-nine students showed an
increased commaanglish. And the results indicated that the
goals set for t\&vities were very clear; the inputs of the activities
were authentic and the students could utilize them very well when

participating. The activities used in the tasks were applicable for
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communication in everyday life; the students’ roles designed or
assigned in the tasks provided them equal chances of using their
language repertoire. The settings stimulated the students to use their
language repertoire a great deal when participating in group
activities.

Seedhouse (1999) studied a holistic analysis andégwtion of the
interaction produced by tasks in the classroom. Fhisstudy attempted
to characterise task-based interaction as a va ' discussed its
pedagogical and interactional advantages %ﬂdvantage, and
considered what kinds of learning it m@ promoting. It was

found for any particular group of 1 hat balance and mixture

of varieties of L2 classroom int might be most suitable within

their curriculum. It could promotestask-based interaction as one

element within the mixtur&
Muranoi (2000) e:SmEd the impact of interaction enhancement

(IE) on the learnin lish articles. TE was a treatment that
guides learners toWon form by providing interactionai
modiﬁcations%ed learners to produce modified outputs within a
problem-solving task (strategic interaction). Two different IE

treatments were employed: IE plus formal debriefing (IEF), and IE
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plus meaning-focused debriefing (IEM). Outcomes of these
treatments were compared with the effects of non-enhanced
interaction in a quasi-experimental study involving 91 Japanese EFL
learners. Progress was measured with a pretest and two post-tests,
yielding these major findings: (1) IE had positive effecﬂ%&
learning of English articles; (2) the IEF treatment had%eter

impact than the IEM treatment. %\

Newton (2001) studied options for vocab\@ming through
communication tasks. The results suggest@nly that rich
language use resulted from negotiating ords, but that the
meaning of many of these words w %fed in the days after the
task performance. The paper conclu by considering a number of
post-task options for reinforcing ulary learning.

Sricharoen (2001) devel&ﬁgricultural Technology English
Lesson | through TBL o%fyear diploma in vocational education
students. The result ed that the six lessons of ATEL 1 were
very effective and We for the students’ knowledge and abilities.
The students’ &ps about the classroom atmosphere were positive

1n all factors.
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Tepsuriwong and Pichaipattasopon (2002) studied creative
thinking: an integration of thinking activities in task-based learning.
From observation and students’ evaluation, the students had positive
attitudes towards this task. They explained that the task encouraged
them to think creatively and they tried to use English t unicate
their thoughts. The task was thus meaningful and a&restﬁng as

well as challenging. The students enjoyed learnj ey had the

freedom to think. Furthermore, they liked dr@,and exercising
their imagination in designing an inventio@
Out of the studies cited above, it w&d that TBL could be

applied in learning and teaching with théNéarners in ESP. The

eaking skill. Hence, the

researcher developed the Englis sons to improve the listening and

speaking abilities of hotel&e personnel through TBL.





